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As U.S. higher education institutions and the larger society become increasingly global 
and racially and ethnically diverse, educational institutions are faced with the challenge of 
adapting their policies and academic curriculum to reflect and meet the demands of a changing 
environment. As part of a comprehensive plan to address campus climate issues at the University 
of California, San Diego (UC San Diego), the UC San Diego Academic Senate revised the 
undergraduate graduation requirement in 2011 to include one course that focuses on Diversity, 
Equity, and Inclusion (DEI). In addition to having a diverse student population, UC San Diego is 
ranked seventh in the nation among universities with the largest percentage of degree-seeking 
international students. But how is diversity related to international education and what does 
diversity have to do with international students? 
This Capstone Paper will analyze the policies around the Diversity, Equity, and Inclusion 
graduation requirement, including the course approval process and criteria, from an international 
education lens by synthesizing research on teaching and learning about diversity with studies on 








As U.S. higher education institutions and the larger society become increasingly global 
and racially and ethnically diverse, educational institutions are faced with the challenge of 
adapting their policies and academic curriculum to reflect and meet the demands of a changing 
environment. As part of a comprehensive plan to address campus climate issues at the University 
of California, San Diego (UC San Diego), the UC San Diego Academic Senate revised the 
undergraduate graduation requirement in 2011 to include one course that focuses on Diversity, 
Equity, and Inclusion (DEI). The purpose of the DEI requirement is to educate students and “to 
develop innovative pedagogy that enables them to excel and lead in an increasingly complex and 
diverse society” (Standing Committee for the DEI graduation requirement, 2015, p. 1). All 
undergraduate students at UC San Diego are required to complete one DEI course from the list of 
approved courses. 
This Capstone Paper will analyze the policies around the Diversity, Equity, and Inclusion 
graduation requirement, including the course approval process and criteria, from an international 
education lens by synthesizing research on teaching and learning about diversity with studies on 
international student identity development. 
Current State of the Policy 
At the time of writing, there were 105 DEI-approved courses, 25 lower division courses 
and 80 upper division courses, across 22 academic departments and programs (Campuswide 
Undergraduate Requirement in DEI, 2016). The number of available DEI-courses has increased 
since the requirement was implemented in Fall 2011 and the DEI Standing Committee continues 
to accept course proposals to expand current course offerings in order to meet the needs of the 
undergraduate student population. Current DEI course topics cover race, ethnicity, gender and 
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gender identity, sexual orientation, and language (Campuswide Undergraduate Requirement in 
DEI, 2016). Race and/or ethnicity is the most represented topic among the range of topics 
offered with over 25 courses. Several courses also focus on specific racial or ethnic groups. 
There are nine courses on African American topics, seven courses on Asian American/Pacific 
Islander topics, seven courses on Hispanic/Latino/Chicano, and eight courses on Native 
American topics (see Appendix A for a table of DEI course offerings). Language is represented 
in ten courses, such as the Education Studies course “Language, Culture, and Education.” There 
are five courses on gender, three courses on sexuality or sexual orientation, and four courses on 
immigration (Appendix A).  There are two courses that cover transnational or non-U.S. subject 
matter. There are also several broad course titles, such as “Biology and Diversity” and “Urban 
Education,” that might cover one or more of the DEI-related topics that are not represented in 
these numbers. Eleven courses are counted twice due to being cross-listed in two different 
departments. 
Historical, Cultural, and Economic Background 
The University of California system and its campuses are committed to providing access 
to higher education for California residents (University of California, n.d.). From 2000 to 2005, 
the percentage of UC San Diego undergraduate students from California consistently measured 
at 95%. The percentage of undergraduates that were California residents gradually started to 
decrease during the period of 2006 to 2010 from 94% down to 92%. From 2011 to 2015, there 
was a more noticeable decrease in the percentage of undergraduate students from California, 
which dropped by 3 to 4 percentage points each academic year (see Appendix B for more 
detailed UC San Diego enrollment information). There was an 18-percentage point decrease in 
the percentage of undergraduate California residents during the ten-year period from 2005 to 
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2015. In the 2005-2006 academic year, 19,598 California residents made up 95% of the total 
20,679 undergraduate student population (Appendix B). In the 2015-2016 academic year, 10,482 
California residents made up 77% of the total 26,590 undergraduate student population 
(Appendix B).  
The decrease in the percentage of California residents was not due to a smaller number of 
California residents enrolled at UC San Diego. The number of California residents increased 
most years from 2001-2016, but the number of California residents did not increase at the same 
rate as the total number of undergraduate students. The increase in the total undergraduate 
student population can be attributed to larger numbers of international and out of state students 
enrolling at the university. In 2011 the number and percentage of international students enrolled 
at the university began to increase much faster and more frequently than in previous years. From 
2001-2010 international students made up less than 5% of the total undergraduate population 
(Appendix B). In the 2011-2012 academic year, international students made up 6.6% of the total 
number of undergraduate students. The percentage of international students has increased from 
2.5 to 3 percentage points each year since 2011. This is a significant difference from the period 
during 2001-2007 that saw little change in the percentage of international students at UC San 
Diego.  
The rapid increase in international students has resulted in a dramatic shift in 
demographics at UC San Diego. In 2007, international students comprised 3.3% of the total 
undergraduate population (Appendix B). In 2015, international students comprised 17.5% of the 
total undergraduate population, which is a 14-percentage point increase in an 8-year period 
(Appendix B). Various factors have contributed to this shift, such as university recruitment and 
admissions practices, a decrease in state funding, an increase in tuition fees, and growing 
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international student interest among other reasons. More notably, the economic landscape in the 
state of California severely impacted the University of California budget and cost of tuition. 
California had a budget gap of $11.1 billion in 2011, which resulted in a $1.4 billion cut to the 
University of California and California State University (CSU) systems (Johnson, 2012, p. 5). 
Furthermore, California state funding per student fell far below long-term averages from $20,000 
per student in 1998-1999 to $15,000 per student in 2008-2009 (Johnson, 2012, p. 5-7).  
In response to the significant loss of state funding, the University of California campuses 
increased tuition and modified their enrollment strategies. California resident tuition at UC San 
Diego increased by 16.6% in 2009, 20.5% in 2010, and 16.8% in 2011, while additional out of 
state/international student tuition increased by 10.2% in 2009 and by 8% in 2015 (Appendix C). 
The supplemental tuition for out of state/international students in 2015-2016 was $24,708 on top 
of the $13,557 cost of tuition (Appendix C). The University of California stated that the extra 
revenue from international and out of state tuition “enables UC to improve educational programs 
for all students” (University of California, n.d.). The increase in the number of international 
students since 2011 has brought in an additional source of funding to make up for the loss of 
funding from the state. For reference, in 2015-2016 there were 4,658 enrolled international 
students at UC San Diego, which brought in over $115 million in supplemental tuition 
(Appendix A, Appendix C).  
The sudden and rapid increase in international student enrollment has drawn the attention 
of various groups of students, staff, faculty, and administrators at the university. Proponents of 
international student enrollment cite academic and financial benefits to admitting more 
international students to the university, such as providing more diverse perspectives and bringing 
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in nonresident tuition to subsidize the cost of education for California residents following 
significant cuts in state funding to the University of California (Jordan & Belkin, 2015).  
On the other hand, critics of the increase in the number of international students have 
argued that a public state university such as UC San Diego should prioritize enrolling California 
residents over non-resident students (Jordan & Belkin, 2015; Tugend, 2016). The low enrollment 
of underrepresented California residents is of particular concern among departments and offices 
that work with historically underrepresented students, some of which view international student 
enrollment as diverting limited university resources away from underrepresented California 
resident students (Moreno, 2016). Other criticisms claim that the relatively low English 
proficiency of international students lowers admissions criteria and has a negative impact on the 
quality of academic programs (Murphy, 2016). 
Furthermore, the sudden increase in the number of international students and the change 
in undergraduate student demographics happened during a time when the university grappled 
with campus tensions around racial insensitivity and hostility toward underrepresented minority 
students. In 2010, there were a series of racially motivated incidents at UC San Diego that 
targeted African-Americans that included an off-campus party that mocked Black History Month 
and a noose that was found in a campus library (Archibold, 2010). The DEI course requirement 
is cited as part of the university response to the racial climate following the racially themed party 
commonly referred to as the “Compton Cookout” (Campus Climate Study Summary, 2014).  
Discussions around the DEI requirement were again brought to the campus’ attention 
after discriminatory incidents occurred at the university. In the spring of 2016, a series of 
inflammatory chalk messages targeting Mexican and Latino groups reignited racial tensions and 
conversations around the campus climate (Warth & Baker, 2016). Student representatives from 
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Movimiento Estudiantil Chicanx de Aztlan (MEChA) and Migrant Rights Awareness (MiRA) 
presented a list of demands to the university administration that included amendments to the DEI 
requirement and policies (UC San Diego MEChA & MiRA, 2016).  
It is necessary to recognize the history of underrepresentation of African-American and 
Latino students at UC San Diego and within the University of California system in order to 
provide historical and cultural context to the creation of the DEI requirement and policies 
(Shorette, 2016). But the DEI requirement affects and impacts more than the underrepresented 
student population at the university. The large presence of international students and the 
underrepresentation of African-American and Latino students, while separate and distinct issues, 
undeniably shape the perceptions and experiences of undergraduate students at the university. 
The increase in the number of international students in particular has attracted negative attention 
during a time of growing scrutiny toward the University of California system and UC San Diego. 
Negative sentiments and perceptions toward international students have affected and impacted 
their satisfaction and sense of belonging at the university (Hanassab, 2006, p. 161). There is a 
risk of marginalizing international, non-U.S. citizen, and non-native English speaking students if 
the campus environment is not welcoming toward these groups or if the academic curriculum, 
particularly DEI courses, do not address or meet the needs of marginalized groups. 
Stakeholder Analysis 
The three main groups of stakeholders at the university are undergraduate students who 
are required to complete the DEI course, faculty who will teach DEI courses, and university staff 
and administration involved in implementing and supporting campus diversity initiatives and 
activities. I will use WaterAid’s (2007) stakeholder analysis table to examine the attitudes toward 
the policies, importance of the policies, and level influence over the policies that these three 
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groups have (p. 98). There are various attitudes toward the DEI requirement among students, 
faculty, and staff that range from being in support of the policy to being opposed to it. Students 
are more likely to have low to medium influence on the DEI requirement although they are the 
most directly affected by it. Faculty have high influence on the policies and place medium to 
high importance on them. Staff are likely to have medium to high influence on the policies and 
view the policies of medium to high importance to their work. 
 UC San Diego is a public, research university with highly ranked programs in 
engineering, health sciences, social sciences, and humanities (University Communications and 
Public Affairs, n.d.). The university offers more than 100 undergraduate majors in six 
disciplinary areas and more than 57% of undergraduate students study engineering, 
science/math, or biology (UC San Diego Office of Student Research & Information, 2015). At an 
institution that requires several degree, major, and college course requirements, the DEI course 
requirement adds to an already demanding load of courses. This is of particular concern for 
students with majors in engineering, math, or health science that are known to have rigid course 
schedules and long series of courses to complete. The DEI courses might also be less of a 
priority and of less interest for students that do not fulfill a major requirement by taking the 
course. This attitude toward the DEI requirement undermines its effectiveness if students are not 
committed to learning the material. Students that view the DEI course requirement as an 
academic burden or hindrance could be anti or very anti toward the requirement. On a positive 
note, the DEI requirement encourages students to take a course outside of their major to diversify 
their learning. 
When looking at undergraduate students we must consider international students and how 
they are impacted by the DEI requirement and broader campus diversity policies. UC San Diego 
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defines international students as students enrolled at the university on an F or J visa. The number 
of enrolled international students in Fall 2015 was 4,658 (17% of undergraduate population) 
mostly from China, South Korea, and India (UC San Diego International Students & Programs 
Office, 2015). The top majors for international students are Economics, Management Science, 
Computer Science, and Applied Math (UC San Diego International Students & Programs Office, 
2015). International students might not understand how DEI courses are relevant to their 
academic experience or field of study. In addition, completing a writing-intensive course on an 
unfamiliar topic could be more challenging for students that already struggle with writing. 
According to a study by Bergman and Fass-Holmes (2016), international students majoring in 
Economics, Engineering, and Math had lower English writing grades than international students 
in other majors (p. 312). International students that choose majors with fewer English writing 
requirements might struggle with a writing-intensive course requirement. On top of their 
challenges with writing, international students might struggle to grasp theoretical concepts and 
historical contexts that depend on or require a foundation in American culture and history. 
International students could potentially be anti or very anti toward the DEI course requirement 
for these reasons. 
 Students majoring in fields that offer DEI-approved courses, such as History, Education 
Studies, and Ethnic Studies, might view the DEI courses more favorably because they are able to 
fulfill the DEI course requirement in conjunction with their major requirements. These courses 
might be more or less the same level of difficulty as other classes offered in their departmental 
major. Course readings and assignments might not be too different from students’ expectations, 
compared with students that have not previously taken courses within the department. 
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Undergraduate students in other majors could be neutral toward the DEI requirement compared 
with students in other majors.  
With regard to the content and subject matter, students that identify or connect with the 
identity frameworks and subject matter represented in the course could be pro or very pro toward 
the DEI requirement, while students that do not connect with the material could be neutral or 
possibly anti toward the requirement. There might even be students that do not value or agree 
with requiring students to complete a DEI course that would be very anti toward the requirement. 
Faculty that teach DEI-approved courses could have a variety of opinions on the 
requirement and course criteria. One challenge in teaching required courses is the number of 
students taking the class solely to fulfill the DEI requirement and not out of interest, which can 
be indicated by the number of students taking the class Pass/No Pass instead of a letter grade and 
the number of students that are not taking the course to fulfill a major requirement. The number 
of non-majors and Pass/No Pass students could impact faculty decisions on the course content 
and material, for example, the volume and degree of difficulty of required reading. Some faculty 
have expressed concerns with student comprehension of material particularly around English 
language proficiency. On the other hand, faculty have the opportunity to create new courses and 
receive financial support for their work, which some faculty would view more favorably. 
The DEI Standing Committee has a stake in the success of the requirement as they 
oversee its implementation and growth. It would be beneficial for the committee to garner 
support from faculty and academic departments beyond the current course offerings. This would 
allow for a wider selection of courses for students to choose from and also new approaches to 
teaching about diversity. The committee is also in the position to amend the requirement and 
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course criteria to meet faculty and students’ needs and to ensure that they are meeting the 
objectives of the DEI requirement. 
Elements and Components of the Policy 
 In 2011, an advisory committee developed guidelines for the DEI graduation requirement 
and compiled a preliminary list of existing courses to satisfy the requirement (DEI Graduation 
Requirement Submission Date - Spring 2015, 2015, p. 1). The DEI Standing Committee was 
tasked with implementing the DEI graduation requirement and developing subsequent policies to 
expand the number and variety of courses offered to accommodate the needs of the 
undergraduate population (UC San Diego DEI Graduation Requirement Standing Committee, 
2015, p. 1). In order to increase the number of approved courses and expand the breadth of DEI 
course offerings, the DEI Standing Committee developed a course proposal process to encourage 
faculty to submit courses for consideration.  
Although only about 5 years into its implementation, the DEI requirement is already 
integrated into the institution’s process of approving academic courses. Any ladder-rank faculty 
can submit course proposals to the university Undergraduate Council of the Academic Senate, 
which reviews all new courses. Course proposal submissions can be submitted until the fourth 
week of every academic quarter. The procedure for the submission of courses, either new or 
existing, requires a completed syllabus with course description, lecture titles, and bibliography, 
as well as a completed form that describes how the course meets the theoretical frameworks, 
subject matter, and pedagogy criteria (UC San Diego DEI Graduation Requirement Standing 
Committee, 2015, p. 2). In an effort to incentivize faculty participation, the DEI Standing 
Committee offered up to ten new or substantially revised courses qualify to receive a $1,500 
grant and established the criteria for the Excellence in Teaching Diversity Award from the 
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Executive Vice Chancellor’s office (UC San Diego DEI Graduation Requirement Standing 
Committee, 2015, p. 2).  
DEI Course Criteria 
Proposed courses must meet criteria initially determined by the DEI Advisory Committee 
in 2011. The criteria for DEI courses outline three areas: theoretical frameworks, subject matter, 
and pedagogy.  
Theoretical and analytical frameworks. The first criterion requires courses to use 
theoretical and analytical frameworks that are relevant to understanding diversity, equity and 
inclusion the United States (UC San Diego DEI Graduation Requirement Standing Committee, 
2015, p. 1). Courses can focus on one or multiple identity frameworks that include “race, 
ethnicity, gender, religion, sexuality, ability/disability, class, age” (UC San Diego DEI 
Graduation Requirement Standing Committee, p. 1-2). The course approval committee 
encourages new and intersectional approaches, such as analyzing how gender, religion, or 
sexuality intersects with race and ethnicity.  
Subject matter. Subject matter must focus on at least one of the following groups: 
African American, Asian American and Pacific Islander, Hispanic or Chicano/Latino, and/or 
Native American (UC San Diego DEI Graduation Requirement Standing Committee, 2015, p. 1). 
Courses must dedicate at least 30% of instruction on one or more of these groups in relation to 
the nation state and/or other groups (UC San Diego DEI Graduation Requirement Standing 
Committee, 2015, p. 3). Courses must situate the subject matter within conceptual, thematic, and 
historical frameworks according to what is appropriate for its academic discipline (UC San 
Diego DEI Graduation Requirement Standing Committee, 2015, p. 3). Subject matter may 
include historic, present, and/or diasporic populations originating in Asia, the Pacific Islands, 
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Africa, the Caribbean, Central and South America, and indigenous peoples within the United 
States (UC San Diego DEI Graduation Requirement Standing Committee, 2015, p. 3). Subject 
matter based in non-U.S. identity or diversity are not included in the identified subject matter. 
Pedagogy.  Pedagogical frameworks should facilitate understanding one’s individual 
identity in relation to other identities through a comparative approach (UC San Diego DEI 
Graduation Requirement Standing Committee, 2015, p. 1) The course approval committee 
encourages pedagogical approaches that facilitate dialogue, reflection, and analysis of diversity, 
equity, and inclusion in U.S. society (UC San Diego DEI Graduation Requirement Standing 
Committee, 2015, p. 4).  
Framing the Issue 
There are multiple models and approaches to cultivating diversity in higher education. 
The UC San Diego DEI requirement is an academic approach to promoting student learning 
around diversity. It is important to analyze the frameworks around diversity, equity, and 
inclusion that shape and inform the UC San Diego DEI requirement. 
Diversity. First, we must analyze diversity and how it functions within the context of 
higher education. UC San Diego (n.d.) defines diversity as “the variety of personal 
experiences, values, and worldviews that arise from differences of culture and circumstance… 
[such as] race, ethnicity, gender, age, religion, language, abilities/disabilities, sexual 
orientation, socioeconomic status, and geographic region.” While the university recognizes 
multiple aspects of identity in its understanding of diversity, its approach to diversity is more 
significantly delineated by race and ethnicity than any of the other recognized identities. Social 
and historical patterns of segregation, (forced) migration, and immigration have contributed to 
making race and ethnicity more salient and visible markers of diversity in the U.S. These 
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aspects of identity have had societal and institutional implications for the university’s diversity 
policies and the composition of the undergraduate student population.  
Two examples that demonstrate the university’s focus on racial and ethnic diversity 
include annual demographics reports of the racial composition of undergraduate students and 
publication materials that depict students of different backgrounds. While measuring the number 
and representation of different students is valuable, it exhibits the presence of different groups of 
people without explaining its significance. Hurtado et al. use the term structural diversity to 
describe the numerical representation of different groups of students at a given institution (as 
cited in Gurin, Dey, Hurtado, Gurin, 2002, p. 332). Universities often use various measures of 
structural diversity as evidence of their commitment to diversity. However, the claim that having 
a diverse student population provides educational benefits assumes that learning will happen 
simply as a result of bringing different groups of people together. Gurin et al. (2002) argue that 
structural diversity is an “insufficient condition for maximal educational benefits” (p. 333); 
therefore, it is important to supplement structural diversity with other forms of diversity in order 
to further facilitate interaction and learning. 
Gurin et al. (2002) present informal interactional diversity as a secondary form of 
diversity that considers the frequency and quality of non-classroom intergroup interaction 
between students of different racial and ethnic backgrounds (p. 333). These types of interactions 
inform many of the perceptions and experiences of the university campus climate measured by 
survey tools such as the University of California Undergraduate Experiences Survey (UCUES), 
the UC San Diego Campus Climate Survey, and the CIRP Freshman Survey (TFS). The third 
and most relevant aspect of diversity for the purposes of the DEI requirement is classroom 
diversity, which involves learning about diverse people and learning alongside diverse peers in a 
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classroom environment (Gurin et al., 2001, p. 333). A combination of learning and interacting 
with diverse groups of people in formal and informal educational settings contribute to student 
learning and development. The DEI course requirement provides undergraduate students with the 
opportunity to learn about diversity among a diverse group of peers. 
Equity. The second aspect of the DEI requirement is equity, which is defined as the 
“guarantee of fair treatment, access, opportunity and advancement for all students, faculty, and 
staff while at the same time striving to identify and eliminate barriers that have prevented the full 
participation of marginalized groups” (UC San Diego, n.d.). The university’s definition of equity 
recognizes that marginalized groups face barriers that hinder access, opportunity, and 
advancement. Although the university does not specify which groups are marginalized, within 
the context of UC San Diego, underrepresented students and students from low socioeconomic 
status have experienced marginalization in various forms. The university must identify and 
eliminate the barriers that prevent marginalized groups from fully participating in the social and 
academic life of the university in order to create an equitable environment. DEI courses can 
illuminate the discrepancies in access, opportunity, and advancement between different groups 
so that students can not only participate equally in the educational process, but also receive what 
they need in order to be on equal standing with their peers. 
Inclusion. The third component of the DEI requirement, inclusion, is described as “the 
act of creating environments in which any individual or group can feel welcomed, respected, 
supported, and valued” (UC San Diego, n.d.). With regard to race, focusing the subject matter on 
people of color in the U.S. creates an inclusive academic environment so that students of color 
feel represented and a part of the campus. Multiple identity frameworks around ethnicity, gender, 
religion, sexuality, ability/disability, class, and age can encourage students to explore aspects of 
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their identity and understand the identities of their peers. DEI courses in conjunction with 
informal interactive diversity are necessary to create an inclusive environment. 
Racialized identities of international students. International students are credited 
with contributing to geographic, racial, and ethnic diversity at U.S. universities. With regard to 
racial diversity, it is necessary to consider the ways in which U.S. racial frameworks impact 
international students’ academic and social experiences. More than half of all undergraduate 
international students at UC San Diego come from China, South Korea, India, and Japan 
(International Student Snapshot, 2015). While students from these countries might not self-
identify as “Asian,” the university and U.S. society at large ascribe these students with a 
racialized identity based on U.S. racial categorizations without consideration of the distinction 
between American and international students of Asian ancestry. This is highly problematic as 
international students “arrive in the United States with racial and cultural orientations specific 
to their country of origin” (Fries-Britt, Mwangi, & Peralta, 2014, p. 2), meaning that they 
might conceptualize race and their racial identities differently from their American peers. 
Fries-Britt, Mwangi, and Peralta (2014) provide a framework for analyzing 
international student learning of race in a U.S context. Many international students are in the 
category of unexamined U.S. racial-ethnic identity in that they were not aware of or did not 
consciously think about their racial identity until they arrived in the United States (Fries-Britt 
et al., 2014, p. 4). International students in this stage express feeling disconnected from or 
confused by the salience of race in U.S. society (Fries-Britt et al., 2014, p. 5). The next stage 
international students can experience involves racial/ethnic encounters in the U.S. context that 
initiate a self-examination of one’s racial identity (Fries-Britt et al., 2014, p. 6).  
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Following racial/ethnic encounters, international students move toward examining their 
racial and ethnic identity in a U.S. context as they begin to understand that their identity is 
perceived differently in the U.S. context from how they saw themselves (Fries-Britt et al., 
2014, p. 7). International students of color begin to think about their status as racial minorities 
in the United States and, in some cases, are forced to come to terms with their racial identity 
because of discriminatory interactions (Fries-Britt et al., 2014, p. 7). The last category of 
integrative awareness involves a growing awareness of and a more confident sense of one’s 
racial positioning within the U.S. context (Fries-Britt et al., 2014, p. 8). 
Furthermore, a study on the perceived discrimination of international students by 
Hanassab (2006) found that international students experienced discrimination according to 
U.S. racial frameworks in a way that is similar to how U.S. students experience discrimination 
(p. 162-167). One finding showed that international students of color experienced more 
discrimination than white international students. For instance, international students from 
Africa and the Middle East experienced more discrimination than international students from 
Central and South America, Asia, and Southeast Asia, while international students from 
Europe experienced the lowest frequency of discrimination among the seven identified regions 
(Hanassab, 2006, p. 161). White European students recognized that they were not targeted for 
their race as other non-white international students from different regions and that in some 
instances they were even perceived to be American because of their white identity (Hanassab, 
2006, p. 161). International students could experience discrimination due to their country of 
origin and perceived foreignness, as well as discrimination based on their racial and ethnic 
identity. International students of a non-white racial identity might experience discrimination 
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toward multiple aspects of their identity, such as race, ethnicity, and country of origin 
depending on how U.S. residents perceive them. 
International students and diversity, equity, and inclusion. DEI course pedagogy 
must facilitate students’ understanding of their individual identities in relation to other identities. 
DEI course faculty should consider the identities of students in the course so that they can 
provide frameworks that students can connect with and understand. With the growing number of 
international students, it is important to recognize that these students conceptualize identities 
such as race, ethnicity, and gender differently from the U.S. context. International students might 
also be in different stages of learning about race in the U.S. context, from being unaware of or 
disconnected from their racial identity to having a sense of their racial positioning in the United 
States. It is also important to consider the asymmetric power structures between students that are 
familiar with U.S. culture and students that are not so that international students do not feel 
marginalized because of their foreign status (Otten, 2003, p. 16). 
Goals and Objectives 
The primary goal of the DEI requirement is to educate students about U.S. diversity 
within the context of equity and inclusion in higher education. The DEI course criteria outline 
the ways in which students will be educated about diversity, equity, and inclusion.  
The main objective of the DEI requirement is for all undergraduate students at UC San 
Diego to complete one course that focuses on diversity, equity, and inclusion. This objective is 
likely to be accomplished because undergraduate students are required to complete one DEI-
approved course in order to graduate. An objective that is specific to the DEI Standing 
Committee is to “increase the number and variety of course offerings throughout the entire 
spectrum of undergraduate instruction” (Standing Committee for DEI, 2015). The committee 
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means to achieve this objective through the course approval process and by providing funding to 
faculty that create new or substantially revised courses. A more specific academic objective is to 
“develop innovative pedagogy” that combines multiple identity frameworks and applies them to 
a wider range of disciplines (Standing Committee for DEI, 2015). Developing new approaches 
for teaching diversity can enhance student learning and engage a broader range of students. 
Implementation 
The lower division “Biology and Diversity” course provides one example of how a 
science course implements all three criteria. The theoretical frameworks around identity 
formation used in the course are race, ethnicity, gender, and sexual identity, and the subject 
matter or groups discussed in the course are African-American, Latino, and women (BILD 60 
Syllabus, 2016). The pedagogical approach, or how the course facilitates students’ understanding 
of their identity in relation to other identities, facilitates dialogue, reflection, and analysis of 
identity through individual and group presentations, research on current events, and reflective 
writing (BILD 60 Syllabus, 2016). This introductory science course is sufficiently designed 
around identity frameworks to meet the three DEI criteria. 
Looking at an example from a social science perspective, the History department offers a 
lower division, faculty-led summer course in Seoul, Korea. The course analyzes race and 
ethnicity within Asian-American groups through lectures, discussions, media, and site visits 
(HILD 7B: Race and ethnicity, n.d.). This course adds a transnational element to Asian-
American identity by setting the course in Korea where students could become more conscious 
of their ethnic and national identities. 
These two courses provide a model for how DEI courses can be applied to a health 
sciences approach and a short-term study abroad program. 




Gurin et al. (2002) identify two types of educational outcomes, learning outcomes, such 
as academic skills and intellectual engagement, and democracy outcomes, such as racial and 
cultural understanding (p. 334). The DEI Standing Committee does not identify specific 
educational outcomes related to skills or knowledge that students should develop, but it is 
implied that educating students about U.S. diversity will result in students learning about and 
understanding diversity in a U.S. context. The committee specifically outlines one democracy 
outcome, to “enable students to excel and lead in an increasingly complex and diverse society,” 
which relates to how students will interact with people with different identities (Standing 
Committee for DEI, 2015). A secondary democracy outcome is to positively influence the 
campus climate to be more inclusive, particularly of underrepresented minority students and 
other groups that reported feeling excluded because of their identity. DEI courses on their own 
might not have a direct or significant impact on the campus climate; however, students becoming 
more aware and knowledgeable about diversity, equity, and inclusion might interact and perceive 
their peers more positively than they would have without their DEI course experience. 
 
Overall Analysis and Recommendations 
The DEI requirement has the large goal of educating students about diversity, equity, and 
inclusion. The objective for all undergraduate students to complete one course focused around 
diversity, equity, and inclusion is highly likely to be achieved because the DEI course is part of 
the undergraduate degree requirement for all students regardless of their major. The second 
objective to increase the number and variety of course offerings is an appropriate and necessary 
objective considering the size of the undergraduate population and the varied academic 
disciplines represented at the university. The number of DEI-approved courses has increased 
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since the DEI requirement was first implemented; however, the DEI Standing Committee should 
continue to expand course offerings. The more challenging and complex objective is developing 
innovative pedagogy to teach and approach diversity in a variety of ways that will be effective 
and relevant to different groups and academic interests. These goals and objectives are feasible 
and achievable for an academic course requirement.  
The DEI Standing Committee should identify additional goals and objectives to build on 
the initial objectives as they are reached. Additional goals and objectives could include 
increasing the number of courses that focus on gender, sexual identity, religion, ability/disability, 
class, and other identity frameworks; ensuring that DEI courses are equitable and accessible to 
all students; and cultivating an inclusive classroom environment.  
There is not enough available data to analyze the long-term impact or effectiveness of the 
DEI requirement considering the small sample size of three to four graduating classes having 
completed the requirement since it was implemented. Assessing the effectiveness of the DEI goal 
to educate students about diversity, equity, and inclusion will require additional research and 
data that is beyond the scope of this Capstone Paper. In terms of short-term impact and 
objectives, it is possible to track the number of students that have completed the DEI 
requirement, as well as the number and type of DEI-approved courses offered each academic 
year to measure how much growth has been achieved since the requirement was put into effect. 
An analysis of course syllabi could show pedagogical approaches to teaching diversity from 
different academic disciplines. There are also reports and data from annual and periodic surveys 
of the undergraduate student population that capture aspects of diversity education and 
perceptions of the campus climate that are connected to the objectives of DEI course 
requirement. 




The DEI requirement applies to all undergraduate students regardless of their college or 
academic departmental affiliation. Various identity groups, while not specifically targeted by the 
DEI requirement, are represented in DEI course topics on race, ethnicity, gender, and sexual 
orientation. The needs that different students might have based on their major, identity, country 
of origin should also be considered so that all students have the opportunity to learn effectively.  
While not all majors are likely to offer DEI courses, there are many more opportunities to 
expand course offerings beyond the social sciences and humanities. For example, out of the 105 
approved courses, there are only two science courses that fulfill the DEI requirement while the 
large majority of classes are social science, humanities, or fine arts courses. This is a limitation 
for a university where more than half of its undergraduate students study physical science, 
engineering, math, or health science. The current course offerings do not meet the needs of 
students that are not able to fulfill major requirements through the DEI course, when other 
students in social science, humanities, and fine arts are able to complete DEI courses with their 
departmental major. Adding DEI courses in science and engineering would meet the three DEI 
requirement objectives to educate undergraduate students, increase the number and variety of 
course offerings, and develop innovative pedagogy around diversity, equity, and inclusion. 
In addition to meeting the needs of students from all majors, DEI courses should also 
consider marginalized populations that do not feel welcome on the campus. Student perceptions 
of the campus climate can provide insights of how students feel connected to or included in the 
university community. In 2013, the University of California conducted a system-wide survey of 
the climate at each of its campuses. The UC San Diego Campus Climate survey collected 
responses from 11,915 undergraduate students, graduate students, staff, and faculty (UCSD 
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Campus Climate Survey, 2014, p. 14). While only 19% of the total undergraduate population 
completed the survey, undergraduate students represented 36% of all survey respondents (p. 21). 
Although the collected undergraduate student data is not specific/limited to undergraduate 
international students, the findings are useful in understanding the overall campus climate at UC 
San Diego.  
The Campus Climate Survey showed that there are varying degrees of exclusionary 
and/or unwelcoming perceptions of groups or identities based on race, ethnicity, gender, sexual 
orientation, gender identity, socioeconomic status, English language proficiency, country of 
origin, learning disability, and other categories. The findings from the 2014 Campus Climate 
Survey indicate a need to address the perception of disrespectful and exclusionary attitudes 
toward international, non-U.S. citizen, and non-native English speaking students. However, not 
all of these characteristics are covered in the DEI course criteria, particularly non-U.S. based 
categories such as English language proficiency and country of origin. This is a new area where 
DEI courses can be expanded to meet the needs of marginalized student populations. 
Successes 
UC San Diego provides opportunities for classroom diversity supported by the campus-
wide undergraduate requirement, but the university does not clearly connect classroom diversity 
to informal interactive diversity. In other words, UC San Diego does not provide any reports or 
data that show how student learning in DEI courses supplements and is supported by student 
interactions with different peers. Data from campus survey instruments measured the number of 
students that have completed a course on diversity, equity, and inclusion; however these numbers 
are not representative of the entire undergraduate population. The data from campus surveys are 
used as a reference point for the purposes of this Capstone Paper. The most recent survey data 
DIVERSIFYING THE CURRICULUM   
24 
 
show that most undergraduate students have taken a course that focuses on diversity, equity, and 
inclusion. Of the students that had taken a DEI course, a high percentage of them achieved 
learning outcomes and democracy outcomes, such as understanding different cultures and getting 
along with different groups of people. 
 The University of California Undergraduates Experience Survey (UCUES) is an online 
survey of all undergraduate students that is administered at each University of California (UC) 
campus (UCUES, 2016). The response rate to the UCUES 2014 survey is 35.3% with 8,070 
responses out of 22,852 total undergraduate students (UCUES, 2014). Between 34.8%-39.9% of 
the total number of students that identified with one of the eight ethnic group categories 
responded to the survey, which is fairly even representation relative to all ethnic groups. With 
regard to international status, 29.5% of international students completed the survey. Of the 6,452 
respondents, 65.4% (4,217 respondents) had completed courses that involve themes related to 
diversity, while 34.6% (2235 respondents) had not completed a course that involves themes 
related to diversity (UCUES 2014 Student Response Summary Reports Experience, p. 2).  
In the 2013 Campus Climate Survey, out of 6,076 student respondents, 47% (n=2,650) 
had taken a class that addresses equity, diversity, and/or inclusion while 53% (n=2,987) had not 
taken a class on any of those topics (Campus Climate Survey March 2014, p. 247). Of the 2,650 
respondents that had taken a course on equity, diversity, and/or inclusion 87.7% (n=2,324) 
experienced “somewhat”/“high”/“very high” intellectual growth, 82.6% (n=2,189) experienced 
“somewhat”/“high”/“very high” understanding/knowledge of different cultures, and 81.4% 
(n=2,157) experienced “somewhat”/“high”/“very high” ability to get along with different kinds 
of people (Campus Climate Survey March 2014, p. 249). While it is not possible to identify 
which courses respondents completed or whether they were DEI-approved courses, there is an 
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indication that a large majority of students have experienced some degree of intellectual growth, 
understanding of different cultures, and ability to get along with different people after 
completing courses that address equity, diversity, and/or inclusion. 
With regard to informal interactive diversity, the UCUES and Campus Climate Survey 
measured students’ perceptions of their understanding and appreciation of interacting with peers 
from backgrounds that are different from their own. Of the student respondents, 24.3% (n=1,523) 
“never” or “rarely” gained a deeper understanding of other perspectives through conversations 
with students who differed in nationality, while 69.7% (n=4,350) “occasionally,” “often,” or 
“very often” gained a deeper understanding of other perspectives through conversation with 
students who differed in nationality (UCUES 2014 Student Response Summary Reports Life, 
p.1).  
Another finding showed that 21.5% (n=1,348) of respondents “never” or “rarely” gained 
a deeper understanding of other perspectives through conversation with students who differed in 
race or ethnicity produced while 78.5% (n=4,500) “occasionally,” “often,” or “very often” 
gained a deeper understanding of other perspectives through conversation with students who 
differed in race or ethnicity (UCUES 2014 Student Response Summary Reports Life, p.1). The 
frequency that respondents gained a deeper understanding of other perspectives through 
conversations with students who differed in nationality was about the same as the frequency of 
conversations with students who differed in race or ethnicity. A large majority of undergraduate 
students at UC San Diego became more understanding of their peers from different nationalities 
and racial or ethnic backgrounds, but there is a significant number of students that had not gained 
greater understanding through conversations with their peers. 
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The university surveys compared students’ learning when they started at the campus to 
the time they completed the survey. Of the 7,213 respondents that indicated their ability to 
appreciate and understand racial and ethnic diversity when they first started at the university, 
31.2% (n=2,252) rated their ability as “very poor,” “poor,” or “fair,” while 68.8% (n=4,961) 
rated their ability as “good,” “very good,” or “excellent” (UCUES 2014 Student Response 
Summary Reports 1, p.2).  
When rating their current ability to appreciate racial and ethnic diversity, the majority of 
respondents rated their ability as 35.2% (n=2,515) “very good,” 27.9% (n=1,993)  “good,” and 
25.7% (n=1,837) “excellent.” There was a shift from the majority of responses as “good,” “fair,” 
and “very good” when students first started at the university to “very good,” “good,” and 
“excellent” at the time they completed the survey. Similarly, there was a shift from the majority 
of responses regarding ability to appreciate cultural and global diversity as “good,” “fair,” and 
“very good” when students first started at the university to “very good,” good,” and “excellent” 
at the time they completed the survey (UCUES 2014 Student Response Summary Reports 1, 
p.2). These responses might indicate an improvement in respondents’ aggregate appreciation for 
both racial and ethnic diversity as well as cultural and global diversity. 
While not directly in response to their experience with DEI courses, respondents 
indicated an improvement in aggregate awareness and understanding of their own racial and 
ethnic identity, racial and ethnic differences/issues, and gender differences/issues from the time 
they started at the university until the time they completed the survey (UCUES 2014 Student 
Response Summary Reports Life, p.5). The university provides some opportunities for both 
classroom diversity and informal interactive diversity through the DEI courses and by having a 
diverse student population. However, there should be a more deliberate and intentional approach 
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to student learning in the classroom and how it connects to student interactions outside of the 
classroom.  
Areas in Need of Improvement 
There are areas of student learning and understanding of diversity, equity, and inclusion 
that are not being met by the DEI requirement. With regard to student perceptions of courses 
offered at UC San Diego, out of 5,713 respondents 13.7% selected “disagree” or “strongly 
disagree” that there are sufficient materials, perspectives, and/or experiences of people based on 
English language proficiency/accent, 11.9% based on immigrant/citizen status, 11.8% based on 
international status, and 11.7% based on country of origin (Campus Climate Survey March 2014, 
p. 150). English language proficiency/accent had the highest percentage of “disagree” and 
“strongly disagree” responses along with learning disability, which shows that undergraduate 
courses did not discuss English language proficiency or learning disability identities as often 
compared with other identities. 
The four characteristics that are connected to non-U.S. based identities, English language 
proficiency/accent, immigrant/citizen status, international status, and country of origin, each had 
high percentages of “disagree” or “strongly disagree” responses compared to race and ethnicity. 
While more than half of all respondents selected “agree” or “strongly agree” that courses 
included sufficient materials, perspectives, and/or experiences of people based on certain 
characteristics like race and ethnicity, there is a noticeable percentage of respondents that do not 
think non-U.S. based perspectives or experiences are sufficiently included. DEI courses and 
faculty should recognize that students think that courses do not sufficiently provide materials or 
perspectives of all identities. 
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 Additional survey findings showed that English language proficiency was a characteristic 
of particular concern for international and/or non-American students. Respondents perceived the 
campus climate as least respectful toward non-native English speakers more than any of the other 
17 identified groups (Campus Climate Survey March 2014, p. 69). There were 246 respondents 
that reported “often” or “very often” experiencing exclusionary, intimidating, offensive, or 
hostile conduct based on English language proficiency or accent (Campus Climate Survey March 
2014, p. 72).  
Furthermore, of the 129 non-U.S. citizens who experienced exclusionary conduct, 78% 
(n=101) indicated that their experience of exclusionary conduct was based on country of origin 
and 75% (n=97) indicated that their experience of exclusionary conduct was based on 
immigrant/citizen status (Campus Climate Survey March 2014, p. 80). With regard to the 
classroom or learning environment, almost 1 in 5 faculty and student respondents reported an 
unwelcoming academic learning environment due to English language proficiency and/or accent 
(Campus Climate Survey March 2014, p. 137). Among the 23 identified groups, English 
language proficiency/accent had the highest percentage of respondents that did not perceive the 
classroom/learning environment to be welcoming toward that characteristic compared to political 
views, race, and socioeconomic status.  
Perhaps the initial creation of DEI courses did not consider the possibility that non-
American students would experience exclusionary conduct based on their English proficiency or 
country of origin. The Campus Climate Survey was conducted after the DEI requirement was 
designed and implemented. Making adjustments to the DEI requirement course criteria and 
analyzing the campus survey findings could be beneficial for student learning and for building an 
inclusionary campus environment. 




In order to successfully meet DEI requirement outcomes, the DEI Standing Committee, 
faculty, and related departments must first identify clearer learning and democracy outcomes that 
are measurable and feasible through one undergraduate course. Learning outcomes could include 
general outcomes, such as understanding one’s own identity in relation to other identities and 
identifying barriers to equity and inclusion, and outcomes that are specific to particular academic 
disciplines. The DEI Standing Committee could also expand on its democracy outcomes to 
include institutionally-focused outcomes, such as demonstrating interpersonal skills in diverse 
groups and positively contributing to an inclusive campus climate. The DEI course criteria could 
require faculty to demonstrate how their courses meet some or all of the DEI course learning and 
democracy outcomes. 
The DEI Standing Committee should also clearly identify the working definitions and 
approaches to diversity, equity, and inclusion. Structural diversity, classroom diversity, and 
informal interactional diversity are relevant to facilitating students’ understanding of diversity in 
theory and in practice. But the DEI Standing Committee could make a clearer connection 
between what students learn and how student learning impacts interactions with their peers 
because structural and classroom diversity do not necessarily facilitate interactive diversity.  
 In terms of promoting equity through the DEI requirement, courses should recognize and 
address all students’ needs. The needs of international students, non-U.S. citizens, and non-
native English speakers are not adequately being met according to campus survey data. Non-
American students should be able to learn information in a way that does not assume or require 
prior knowledge of or experience in the United States in order to understand the concepts. If a 
course in U.S. racial history is necessary to grasp the course content, then knowledge of U.S. 
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racial history should be identified as a prerequisite or the course could be adapted to address the 
differences in knowledge that students might have.   
Faculty should also recognize that non-American, international students could have 
difficulty comprehending or connecting with course content due to the different understandings 
and identity frameworks that they bring. International students might not feel connected to the 
aspect of race in U.S. society regardless of their knowledge of awareness of it (Fries-Britt et al., 
2014, p. 8). Some fail to relate to the struggles of African-American or Latino groups, for 
example, because they are not from the United States and, therefore, do not think they are 
affected by racism toward these groups. A lack of understanding of connection to U.S. diversity 
does not necessarily indicate disinterest, but rather the issue could be caused by different cultural 
perspectives that international students have. There could also be a course on diversity that is 
structured around non-American and international perspectives, which also meets the objective 
to create innovative pedagogy around teaching about diversity.  
The DEI Standing Committee could also amend course criteria to require discussions 
around diversity, equity, and inclusion so that students actively think about how the course 
connects to equity and inclusion and understand the applications and implications of diversity at 
the university. International students, in particular, might be able to understand that the negative 
perceptions of international student enrollment is greatly influenced by the larger historical 
context of access to public universities, rather than viewing negative perceptions as simply a 
rejection of foreign students. In turn, U.S. domestic students might be able to better understand 
international students’ experience at the university and the barriers they might encounter. 
Ultimately, both domestic and international students will benefit from understanding that DEI 
courses are framed around a U.S. context and approach to diversity. 
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Considering the undergraduate student population, there could be more courses that 
connect diversity to health, science, and engineering. Courses like Biology and Diversity that 
approach diversity from the perspective of biology allows students with an interest in health 
sciences or majoring in a related field to connect with the material and apply diversity concepts 
to their field of study. This would involve working with academic departments and faculty to 
encourage the creation of a course that meets both the DEI and major requirements, which also 
addresses the issue of lengthening the time to graduation and creating more work for students. 
 In addition to changing the course criteria, students could be more involved and engaged 
in shaping course offerings. The DEI Standing Committee could facilitate ways for students and 
faculty members to create courses together, such as special topics courses, for which there is 
precedent of students and faculty working together to create a course syllabus. There should also 
be a clearer distinction between courses that present introductory or more advanced concepts 
around diversity so that students can select the appropriate course level that meets their interests, 
needs, and knowledge. 
Conclusions 
The UC San Diego DEI requirement and diversity education policies have been shaped 
by historical patterns of underrepresentation and influenced by the cultural environment on the 
campus. As the campus demographics shift and change, the need for DEI courses is even more 
relevant and crucial to provide students with the frameworks to understand campus diversity and 
analyze their own identities in relation to other identities. This is particularly challenging for 
international and non-U.S. identified students that come to the university with little knowledge of 
U.S. racial, ethnic, historical context and limited lived experience with U.S. diversity. In 
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addition, they bring their own understandings of identity frameworks and categories that might 
be different from U.S. definitions and categories.  
While most DEI requirement objectives are being met, there are several revisions that can 
be made to the DEI requirement to improve student learning. One important revision is to 
recognize the challenges that the growing international student population experiences in the 
academic setting so that they can learn about U.S. identity frameworks more effectively. Also, 
international students and domestic American students enter the university environment knowing 
little about one another. The DEI course outcomes could be ineffective if students do not 
understand diverse identities on an individual level and how diversity functions on a structural, 
institutional level.  
 It is crucial for all students to learn about diversity issues and how they impact the 
climate of U.S. higher education institutions so that they recognize how individual practices and 
structural dynamics shape campus climate. Students can use this knowledge to strengthen their 
understanding of their own identities and of a variety of different identities. More importantly, 
diversity, equity, and inclusion education can help to ensure that students are not targeted 
because of their identities and to deter students from participating in reproducing or perpetuating 
systems of inequality. Furthermore, international students can become aware of any prejudices 
that they brought with them and domestic students can recognize discrimination toward 
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Studies Minor 1        1     
Anthropology 2 6 4 1   4      1 
Biological 
Sciences 1  1           
Communication 1 3     1     1  
Critical Gender 
Studies 1 2   1 2        
Dimensions of 
Culture 1 1            
Education 
Studies  10  1   3     1  
Ethnic Studies 7 9 2 16 1 1     2  3 
Human 
Development 
Program  3            
History 4 12 7 2    1 2  2 3 2 
Linguistics 1      1       
Literature 3 7 1 1 1   1 2  2 2  
Music 2 1 3      3     
Philosophy  2 1           
Political 
Science  6 3 1    1    1  
Rady School of 
Management 1  1 1          
Religion  2   1         
Scripps 
Institute of 
Oceanography  1            
Sociology  7 2 1 1  1 1      
Theatre and 
Dance  6       2  1  2 




and Planning 1 1 1 1          
Visual Arts  1        1    





















































2002 16,676 95.3%  476 2.7%  353 2.0%  17,505 
2002-
2003 18,127 95.0% 8.7% 426 2.2% -17.9% 535 2.8% 51.6% 19,088 
2003-
2004 18,770 94.5% 3.5% 472 2.4% 6.4% 630 3.2% 17.8% 19,872 
2004-
2005 19,271 94.7% 2.7% 455 2.2% -5.8% 613 3.0% -2.7% 20,339 
2005-
2006 19,598 94.8% 1.7% 487 2.4% 5.3% 594 2.9% -3.1% 20,679 
2006-
2007 20,132 94.2% 2.7% 597 2.8% 18.6% 640 3.0% 7.7% 21,369 
2007-
2008 20,651 93.7% 2.6% 661 3.0% 7.3% 736 3.3% 15.0% 22,048 
2008-
2009 20,972 93.1% 1.6% 690 3.1% 2.2% 856 3.8% 16.3% 22,518 
2009-
2010 21,490 92.9% 2.5% 679 2.9% -4.3% 974 4.2% 13.8% 23,143 
2010-
2011 21,837 92.3% 1.6% 639 2.7% -8.0% 1,187 5.0% 21.9% 23,663 
2011-
2012 20,838 90.4% -4.6% 697 3.0% 12.0% 1,511 6.6% 27.3% 23,046 
2012-
2013 19,665 86.7% -5.6% 957 4.2% 39.5% 2,054 9.1% 35.9% 22,676 
2013-
2014 19,756 83.0% 0.5% 1,168 4.9% 16.3% 2,881 12.1% 40.3% 23,805 
2014-
2015 19,831 79.9% 0.4% 1,272 5.1% 4.5% 3,707 14.9% 28.7% 24,810 
2015-









































2002 $4,354.50  $10,704.00  $15,058.50  
2002-
2003 $4,396.50 1.0% $10,704.00 0.0% $15,100.50 0.3% 
2003-
2004 $5,507.50 25.3% $13,730.00 28.3% $19,237.50 27.4% 
2004-
2005 $6,020.50 9.3% $17,004.00 23.8% $23,024.50 19.7% 
2005-
2006 $6,681.30 11.0% $17,820.00 4.8% $24,501.30 6.4% 
2006-
2007 $7,425.90 11.1% $18,684.00 4.8% $26,109.90 6.6% 
2007-
2008 $7,509.00 1.1% $19,620.00 5.0% $27,129.00 3.9% 
2008-
2009 $8,062.00 7.4% $20,608.00 5.0% $28,670.00 5.7% 
2009-
2010 $9,401.00 16.6% $22,717.00 10.2% $32,118.00 12.0% 
2010-
2011 $11,330.00 20.5% $22,879.00 0.7% $34,209.00 6.5% 
2011-
2012 $13,234.00 16.8% $22,878.00 0.0% $36,112.00 5.6% 
2012-
2013 $13,234.00 0.0% $22,878.00 0.0% $36,112.00 0.0% 
2013-
2014 $13,302.00 0.5% $22,878.00 0.0% $36,180.00 0.2% 
2014-
2015 $13,456.00 1.2% $22,878.00 0.0% $36,334.00 0.4% 
2015-
2016 $13,557.00 0.8% $24,708.00 8.0% $38,265.00 5.3% 
 
